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The Effects of a Direct Instruction Versus a
Non-Direct Instruction Classroom Environment on Behavior Patterns
At the Middle School Level
Abstract
The purpose of this research was to complete an historical comparison of behavior
patterns exhibited by students at a small rural middle school in Southside, Virginia during
the 2000-2001, and the current 2001-2002 academic years. In addition, the research
includes components of the effects of a non-direct instruction classroom versus a direct
instruction classroom environment on such behavior patterns. All students' discipline
records in grades 6 through 8 were evaluated for the study. The numbers of referrals
written on individual students were considered in addition to the types of referrals
written.
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The Effects of Direct Instruction Versus Non-Direct Instruction
On Behavior Patterns at the Middle School Level
Research ( Gunter & Reed, 1997) indicates that scripted lessons have positive
effects on students' behavior. One positive effect is a decrease in the number of
disciplinary referrals written by teachers who implement direct instruction programs
(Gunter & Reed, 1997). Walker and Golly (1999) noted the failure to learn to read or
read well as a school-based risk factor that often leads to disruptive behavior. Positive
effects on behavior issues are seen most often when teachers who implement direct
instruction programs have also received coaching (Gersten, Carnine, & Woodward,
1987). Further research is needed to determine the effects of direct instruction on the
patterns of behavior exhibited at the middle school level. Research on methods for
behavior reduction is more prevalent than research on those practices that increase
academic skills (Gunter, Hummel, & Venn, 2001). All students benefit from effective
instruction yet little research supports methods for effective instruction in conjunction
with a decrease in disruptive behavior. Effective instruction components include
appropriate modeling of skills, practice of the skills, corrective feedback, and mastery of
the material presented (Gersten, Carnine, & Woodward, 1987). A direct instruction
approach to teaching includes these components of effective instruction (Engelmann,
Becker, Carnine, & Gersten, 1988).
According to Gunter & Reed (1997) children in non-direct instruction
environments exhibit internal and external behaviors that significantly affect student
achievement. The overt expression of disruptive behavior in any classroom is a reflection
of the instructional and behavioral techniques implemented by the classroom teacher
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(Gunter & Reed, 1997). The most effective teachers are consistent with behavior
management and scaffold instruction toward meeting the needs of all children (Darch,
Miller, & Shippen, 1998). Teachers who self-evaluate and then revise lessons and
implementation strategies accordingly possess professional skills essential to students'
success (Kauffman, Mostert, Trent, & Hallahan, 2002). The instructional language used
by teachers, pace of instruction, task presentation, and physical attributes of materials are
key components of effective non-direct instruction classroom environments
(Scheuermann, 2002). Teacher feedback is essential to students' academic performance
and behavior (Duke & Henninger, 1998). Research by Duke and Henninger (1998)
further emphasized the importance of feedback to quality instruction. More specifically
they stressed feedback that entails consistent language.
According to research by Sprague & Walker (2000), one out of every three
students drop out of school as a result of antisocial behavior. Additionally, in the United
States, 80% of the prison population is high school dropouts. Sprague & Walker (2000)
state that violent, juvenile crime has increased 41 % from 1982-1991. They further found
that there was a 93 % increase in the number of arrests for murder and aggravated assault
committed by juveniles during that same period.
Antisocial behavior patterns and measures of high levels of aggression can assist
educators with predicting future delinquent and violent behavior (Sprague & Walker,
2000). Sprague & Walker (2000) further found that in elementary and middle schools as
little as 6%-9% of the population account for more than 50% of the total discipline
referrals within a given school. Based upon this research an investigation is warranted.
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Tobin, Sugai, & Colvin (1996) investigated patterns in middle school discipline
records that revealed information needed for improvement in instructional techniques and
behavior management techniques. Their study further noted that the future likelihood of
violent and antisocial behaviors is determined by analyzing patterns in disruptive
behavior. Little research has been done that examines actual referral records (Tobin,
Sugai, & Colvin, 1996).
Individual disciplinary referrals at the middle school level, according to Tobin et
al. (2000) provide information about high school failure, delinquency, future incidence of
violence, and referral for special education and alternative placement settings.
Furthermore, referrals provide administrators and teachers with current information about
the schools in which they work. In addition, they believe patterns in discipline can be
revealed with a thorough investigation of behavior referrals. The types of referrals
written illustrate seasonal variations in the types of behavior expressed by students, the
number of students who are referred, and the number of students who are accountable for
the majority of referrals (Tobin, et. al, 2000).
Through an investigation of behavior referrals using the School Archival Records
Search (SARS) designed by Walker, Block-Pedego, Todis, and Severson (1991), a
systematic template for coding variables extracted from school records can be formulated
(Sprague, Walker, Stieber, Simonsen, Nishioka, & Wagner, 2001). SARS is a method for
developing a profile for individual students that notes demographic information; archival
information obtained from behavior referrals, report cards and cumulative files; and
includes a rank ordering assessment that is completed by teachers. The assessment ranks
students in academic and social engagement.
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According to Ruhl & Berlinghoff (1992) early detection of specific behavior
patterns can assist school and community officials in predicting juvenile offenders within
a community. They further illustrated that intervention strategies can be implemented
earlier once the discovery of specific behavior patterns is revealed. Many students who
possess academic difficulties present behavior problems; however, one cannot assume
that similar behavior problems can be addressed with the same instructional interventions
(Ruhl & Berlinghoff, 1992).
Early intervention increases academic achievement for students, as there is a
decrease in disruptive behavior. The notion that problems such as academic failure,
behavioral maladjustment, and social rejection can be averted with early detection,
prevention, and intervention, according to Walker, Feil, and Severson (1998 ), is the
foundation for the field of early intervention. The immediate and long-term risk status
for at-risk students is evidenced with the knowledge of behaviors in school and in the
community (Sprague, 2001). Many referrals to the front office initiated by teachers
provide long-term outcomes involving delinquency, school failure and dropout,
dishonorable discharges from the military, severe depression, alcohol and drug abuse,
violence toward others, lifelong dependence on social service systems, appearance on
community mental health registers, incarceration, and higher hospitalization and
mortality rates (Walker & Sprague, 1999).
When implementing screening systems to determine patterns in students'
behavior, the system should be cost-effective, proactive, universal in nature, accurate, and
able to identify children displaying both externalizing and internalizing behaviors. The
single best predictor of severe juvenile and adult behavior problems is early childhood
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identification (Feil, et al., 1995). The earlier intervention strategies can be implemented,
the more cost-effective the system will be for the school. In addition, the earlier the
intervention, the better the chances are for prevention of severe disruptive behaviors as
children become older (H. Walker, personal communication, October 26, 2001).
The struggle with an increase in disruptive environments is evident in schools
across America as evidenced by growing concern for an increase in the need to
implement effective academic and behavior intervention supports (Ohlund & Nelson,
2001). Ohlund & Nelson (2001) also noted Effective Academic and Behavioral
Intervention and Support (EABIS) as a positive method for enhancing classroom learning
environments. Hartzell & Petrie (1992) stated that the energies of the adult and the child
are drained away from the central educational mission of teaching and learning when
there is an increase in disruptive behavior. They further noted three dimensions of
school-level discipline that affect the school's atmosphere are: 1) organizational structure
of the school; 2) behavior of the teachers; and 3) behavior of the students (Hartzell &
Petrie, 1992). Values that are implicitly and explicitly communicated by the
organizational structure characterize the school. When the organization clearly defines
equality of opportunity appropriate student behavior increases (Hartzell & Petrie, 1992).
Instructional Implications
According to Darch, Miller, & Shippen (2001) instructional time is decreased
when a disruptive environment takes precedence and thus academic achievement is
hindered. They further stated that a systematic approach to instruction provides students
with tools to behave appropriately. Research suggests that students respond with greater
effort when more is demanded of them yet teachers will lower their standards for problem
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students (White & Browder, 1987). In addition, a decrease in the level of student
performance could result from the inefficient use of instructional time. Teachers who
efficiently use their instructional time are among the most successful as teachers and
students' efforts are stimulated· whenever higher performance expectations exist (Gersten,
Walker, & Darch, 1988).
Research (Gunter & Reed, 1997) indicates that academic achievement and ability
affect students' behavior in a manner that leads to outbursts of disruption. Students who
lack the skills needed to understand the curricula presented to them become frustrated
and thus overtly express themselves (Gable, Hendrickson, Tonelson, & Acker, 2000).
Adequate identification of instructional difficulties and effective motivation techniques
are among the strategies most effective for managing students' behavior with appropriate
instruction (Ruhl & Berlinghoff, 1992).
Within a classroom setting, children who are unable to read become overwhelmed
as they get older and the course work becomes more difficult for them. Research
(Hodgkinson, 1992) indicates that students' reading ability strongly correlates to
academic achievement. He further states that an inability to read is highly correlated to
delinquency and school failure. Hodgkinson (1992) indicates that children are often
referred for special education services for the disruptive behavior that results from
reading frustration instead of being referred for the reading difficulties themselves.
Behavioral Referrals and Implications
Information obtained from referral records can provide middle school
administrators with the tools necessary for coping with major discipline problems (Tobin,
et al., 2000). Effective learning and instruction are reflective of a school-wide discipline
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plan that is governed by administration systematically (Colvin, Sugai, & Kameenui,
1992; Jones, 1979). Discipline issues should not be the primary purpose of teaching and
management efforts (Walker, Colvin & Ramsey, 1995). Academic and social
development is two main goals of schooling and appropriate intervention is a key role in
achieving these goals. Algozzine, Lange, & Ysseldyke (1992) developed a manual for
defining specific principles of effective instruction. The principles as defined by
Algozzine, et al., (1992) consist of instruction that is based upon the best-practice
standards.
Effective instructional methodology decreases the number of classroom
disruptions when pacing, modeling of techniques, and consistent corrective feedback is
utilized systematically (Stein, Carnine, & Dixon, 1998). The way a student interacts with
other people and relates to school rules can be rank ordered by classroom teachers to
provide administrators with information to analyze specific patterns in students'
behavior. According to research by Tobin, Sugai, & Colvin (1996) adjustment issues
may be determined from the discovery of particular behavior patterns exhibited by
disruptive students. Middle school administrators could then use the predictive
information to quickly and inexpensively recognize students who should be further
assessed or those who have special needs that need to be addressed (Tobin, Sugai, &
Colvin, 1996).
Tobin, Sugai, & Colvin (2000) stated that a representation of the larger student
body and discipline referrals becomes informative when analyzing the number and types
of discipline referrals written. Moreover, Tobin, et a;. (2000) suggests that researchers
consider students who do not receive referrals for behavior when analyzing students who
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are referred. According to Tobin, et al. (2000) a school-wide effort is warranted when
slightly more than half the student body does not receive referrals, but few students are
referred often and others are referred occasionally. They further stated that school-wide
intervention plans requires staff development that focuses on ways to improve
instruction, teachers, and other staff members.
Early intervention is important in preventing further progression of disruptive
behaviors (Walker & Sprague, 1999). According to Walker & Sprague (1999) pre-school
and elementary level intervention is not always implemented because of the difficulty
experienced with school-based prevention applications. Therefore, interventions at the
middle school level are sought that enable efficient and cost-effective distinctions
between discipline problems that are minor and transient and those that forecast
significant future outcomes (Tobin, Sugai, & Colvin, 1996). The use of mentors or
tutors, social skills training, special education placements, systematic functional
assessments, and behavior management interventions, (Walker et al., 1995) enable
middle school administrators to take action.
Research (Shores, Gunter, & Jack, 1993) suggests that there is a correlation with
an increased risk of school dropout and suspension. The 'zero-tolerance' approach to
school discipline enhances the use of the traditional suspension and detention disciplinary
approaches. An increase in the likelihood of disruptive behavior may result from the
interaction among students' non-compliance to traditional discipline measures (Shores, et
al., 1993 ). Pisarra and Giblette (1981 ), indicate that common causes of office referral and
suspension are disrespect, noncompliance, defiance, and general school disruption.
Moreover, research indicates that African-American students are suspended more
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frequently than Caucasian students (Skiba, Peterson, & Williams, 1997). Skibka, et al.
(1997) used the Student-Newman-Keuls procedure to determine the higher number of
referrals for African American students in urban middle schools. These researchers also
reported that students who received free or reduced lunch were more likely to receive
behavior referrals.
Wright and Dusek (1998) compiled school base rates for disruptive behaviors
from student disciplinary referral data that indicated behavior referrals contain teacher
reported information about student behavior that can be easily incorporated in the reports
ofbuilding base rates. Accoring to Wright & Dusek (1998) base rate information
obtained from behavior referrals provides school officials with sufficient data to improve
the behavioral climate of the school building or division. They further illustrated that
barriers that may hinder the study ofbaseline data include estimates offrequency and
severity ofdisruptive student behaviors within a single school building or division, and
the reluctance by school administrators to report potentially unflattering behavioral
information to the public. Research (Hartzell & Petrie, 1992) suggests that many schools
establish procedures for monitoring students' misbehavior. Behavioral referrals become
a part ofthe permanent record for students; therefore, they can be a useful source for the
construction ofbase rates ofdisruptive behavior (Wright & Dusek, 1998).
Research compiled by Darch, Miller & Shippen (1998) noted that teachers learn
what skills have been taught, reviewed and mastered when they view potential behavior
problems as instructional problems. Students who are disruptive are often assumed to
misbehave by choice rather than because oflearning difficulties (Darch, et al., 1998).
Furthermore, studies by Darch, et al., (1998) indicate assessing children's behavior via an
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instructional approach before, during, and after instruction provides teachers with clearer
management strategies.
Research (Wright & Dusek, 1998) indicates that teachers determine the behaviors
in their classrooms that are deemed to be deviant. The intensity, frequency, and
chronicity of behaviors are factors that affect teachers' decisions to write behavior
referrals. Actual behaviors, the tolerance level of the teacher for that type of behavior,
and the context in which the behavior is displayed should be factors considered by
teachers when making decisions to write behavior referrals (Wright & Dusek, 1998).
Direct observation of middle school children does not provide reliable data
because the students at that age are more aware of their surroundings and thus the data
would be too intrusive (H. Walker, personal communication, October 26, 2001). Walker
further explained that children at the middle school age are aware of their surroundings
and thus quickly adapt with purposeful and appropriate overt behaviors when observers
are present. For example, a student who is known to disrupt class constantly may refrain
from doing so when an observer is present.
Students in the seventh and eighth grade who are identified as the most difficult
students were most likely referred to the office frequently during sixth grade or earlier.
Early detection of disruptive behavior is a significant indicator of future disruption
(Tobin, et al., 1996). A picture of the way children interact with peers and teachers can
be obtained by information reported on most referral forms. Tobin, et al. (1996) noted
that environmental changes affect students' disruptive behavior. Specifically, they state
the transition from elementary to middle school or adjustment to significant changes in
instructional approaches may affect students' behavior.
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The Effects of Direct Instruction on the Types of Disciplinary Referrals Written
According to Hartzell & Petrie (1992), skill and preparation possessed by teachers
go a long way toward mastery of instruction for students. Teachers who are
professionally careful in selection of their behaviors; who possess a rich instructional
methodology; who are well informed in their subjects; and who are well informed about
their students experience fewer discipline problems (Hartzell & Petrie, 1992). Consistent
modeling, providing guided practice, and positive reinforcement is often not
characteristic of most teacher-student interactions. Consistent correct responsive
behavior is not typical of student-teacher interactions (Gunter, et al., 2001). Kameenui
and Darch (1995) proposed three categories as being prominent to all effective
instructional management plans. Managing instruction, the first of the three categories,
includes the reinforcement of expectations the teacher has during instruction. The
delivery of instruct!on, the second category, focuses on pacing and students' responses.
Task modality, response requirements, task complexity, and corrective feedback serve as
the third category proposed by Kameenui and Darch (1995).
The systematic approach to instruction utilized in direct instruction programs
increases the effectiveness of behavior management techniques. Appropriately
implemented direct instruction lessons minimize disruptive behaviors. Teacher
presentation of direct instruction materials must be clear and unambiguous for all
students to learn (Gersten, Carnine, & Woodward, 1987). Within the direct instruction
curricula, discipline is addressed through instruction, with appropriate behavior taught in
a routine and systematic manner. The skills possessed by the teachers who use a direct
instruction approach to teaching are essential to the effectiveness of the methodology of
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the program. According to Gersten, Carnine, & Woodward (1987), the most effective
implementation of direct instruction programs occur when coaching is provided to the
teachers. They further noted that an integration of effective teaching practices with a
comprehensive system of instruction is imperative to the efficiency of any direct
instruction program. Furthermore, Gersten, et al. (1987) indicates that pacing of
instruction in addition to correctly implementing the program is essential to maximizing
student progress.
Careful monitoring of student progress, extensive staff development; classroom
organization and management are all important components of the sophisticated design of
the curriculum methodology of any direct instruction program (Stein, Carnine, &
Dixon, 1998). Research (Gunter, Hummel, & Venn, 2001) indicates that the most
effective teachers regularly monitor and revise their behavior to ensure effectiveness.
Direct instruction programs alone do not facilitate the pedagogy that is necessary for
teachers to possess when implementing the programs efficiently; therefore, insufficient
teacher training could be detrimental to the success of the program. Proper
implementation of direct instruction programs requires specific staff development and
classroom management techniques that are consistent and systematic (Gersten, et al,
1987).
Direct instruction programs were designed to consider students who come from
economically disadvantaged environments. Research (Stein, et al., 1998) indicates that
students from a lower socioeconomic status often enter school with less academically
relevant background knowledge than those children from a higher socioeconomic status
(Stein, et. al, 1998).
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According to Engelmann (1990) the scripted lessons of direct instruction
programs provide tools to facilitate clear communication between the teachers and
students. Direct instruction programs were developed to keep instruction clear and
consistent and allow teachers greater opportunities to monitor students' progress (Stein,
et al.). Moreover, the scripted lessons decrease the chances that teachers will exercise
faulty teaching strategies because they provide consistent language. The use of scripts
provides teachers with efficient and proper corrective feedback. According to Gersten,
Carnine, & Woodward, 1987) direct instruction lessons are scaffolded to meet the needs
of students and to generalize strategies explicitly. In addition, they further indicate that
all direct instruction programs provide a specific orthography throughout teaching and
student materials consistently. The developers of direct instruction programs
incorporated effective review components to include review that is sufficient, ·distributed,
cumulative, and varied (Stein, et al., 1996).
The Effects of a Non-Direct Instruction Classroom on Behavior
Methodology, pedagogy, and behavior management systems utilized by teachers
set the tone for effective instruction and the least disruptive classroom environment.
Classroom settings are successful when teachers implement instructional and behavioral
approaches systematically (Duke & Henninger, 1998). The organization of the classroom
and modality of instruction are essential to managing overt behavior possessed by
students.
Oblund & Nelson (2001) found that a program such as the Effective Academic
and Behavioral Intervention and Supports (EABIS) maximizes student learning and
addresses problem behaviors effectively (Oblund & Nelson, 2001).
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Ohlund & Nelson (2001) indicated that EABIS utilizes the best practices
according to research, such as the resistance to change, systematic behavioral
interventions, and continuous evaluation of effectiveness of the program. They further
indicate that a non-direct instruction classroom environment has an effect on the increase
and decrease of academic achievement and student behavior (Ohlund & Nelson, 2001).
Considerate instruction and teacher effectiveness, according to Grossen &
Carnine (1996), is key to the success of students. A non-direct instruction classroom
environment may include positive and negative effects in terms of patterns of behavior
exhibited by students. Environmental factors that include students' background
knowledge as well as physical surroundings precipitate the overt expressions students
possess (Walker & Sprague, 1999). The choices or lack thereof presented to children
affect behavior (Munk & Repp, 1994). Time-on task and engaged learning time directly
affect students' achievement and disruptive behavior. Pacing of instruction and the
interest level of students can have an adverse effect on students' achievement and
behavior (Tobin, et al., 2000). Appropriate pacing of instruction decreases the likelihood
that disruptive behavior will occur as it minimizes time for off-task behavior and
increases engaged learning time (Munk & Repp).
Variables to Consider
Behavior referrals may not represent records of equivalent behaviors as teachers'
tolerance levels for behavior vary significantly. The time of day in which a referral is
written as well as the time of year is relevant to critical analysis. For instance, students
may misbehave more frequently at times near holidays or breaks from school. The
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behavior management techniques possessed by teachers are also imperative to accurate
interpretation of behavior patterns (Wright & Dusek, 1998).
According to Tobin, et al. (2000) a decrease in the consistency with which
discipline practices are implemented may increase the number of referrals written. They
further stated that a reduction in the amount of attention given to positive behavior often
increases disruptive behavior. In addition, they noted that the amount of time students
must spend inside in congested areas is also indicative of an increase in the number of
referrals written.
The tertiary interventions as proposed by Hill Walker (1999), Researcher from the
Institute on Violence and Destructive Behavior at the University of Oregon present the
following: that intervention of disruptive behaviors through academics is curable before
children reach fourth grade and that children beyond fourth grade can only be treated.
Specifically, there is a time frame for every facet of education and early intervention
supports greater academic achievement and more significant decreases in future
disruptive behavior (H. Walker, personal communication, October 26, 2001).
Though direct instruction programs are effective, they are not the sole element to
consider when evaluating behavior exhibited by students (Sprague, et al.). Careful
analysis of the total student body must occur to evaluate the overall progress of any
newly implemented instructional or behavior management programs (Sprague, et al).
Sprague, et a., noted that many referral practices focus on externalizing behavior
patterns that often result in more boys being labeled as being disturbed or in need of
special services. Externalizing behavior factors must be considered in conjunction with
multiple data sources when critically analyzing patterns in behavior. The use of multiple
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data provides information about potential biases and environmental factors that may be
attributing to disruptive behavior (Sprague, et al., 2001).

Patterns in Referrals Written
A study by Munk & Repp ( 1994) shows that environmental factors that inhibit
students' behavior can be determined through a functional analysis approach. This
approach provides tools to manipulate existing conditions that stimulate disruptive
behavior. Munk & Repp (1994) find that three types of antecedent events are considered
as possible contributors of disruptive behavior: 1) environmental conditions, 2) short
term events, and 3) stimulus-response interactions (Munk & Repp, 1994). Environmental
conditions that trigger outbursts of disruption can be as simple as a loud noise. A series
of errors made during a difficult task may stimulate inappropriate behavior and is
attributed to a stimulus-response factor. For example, the errors and frustrations
exhibited would be considered a stimulus-response antecedent. Short-term antecedents
include immediate reactions to the environment as found by Munk and Repp (1994).
Lloyd, Kauffman, Landrum, and Roe, (1991) revealed five common types of
referrals that interacted with gender and academic level of students. Specifically, they
reported problems in written language, externalizing behavior, internalizing behavior,
overactivity, and sensory problems. Childhood disruptive behaviors often result in adult
disorders of antisocial behavior (Lynam, 1996). Proactive approaches that adhere to
constructive problem-solving approaches rather than practices that suppress student
behavior provide a solid foundation for managing behavior in schools. Discipline
programs that are most effective exist in schools in which the principal is the key agent
(Walker, Colvin & Ramsey, 1995). Effective leadership includes a principal who
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provides ample staff development. The best principals seek school-wide discipline plans
that adhere to the best practices based upon research. Such school-wide discipline
programs facilitate a predictable school environment (Guskey, 1986; Smylie, 1988).
Communication among the administration and staff are essential to effective
implementation of any discipline plan (Tobin, et al., 2000). Schools in which the
administration and staff possess a high self-efficacy for behavior management strategies
receive greater results in student behavior (Duke, 1989; Wong, Kauffinan & Lloyd,
1991). Improved students behavior decreases the long-term effects within the
community, as children become adults.
Incidence reports investigated by (Wright & Dusek, 1998) noted 10 possible
behavioral fractions: assault of the student/staff member, fighting, destruction of school
property, continuous class disruption, continuous lack of cooperation, harassing another
student/staff member, leaving classroom/school without permission, refusing a
reasonable request of a teacher/staff member, using abusive language toward a
teacher/staff member, and any other behavioral offense not falling under the previous
categories. Teachers reported in this meta-analysis were found to check all infractions
that applied to a particular disruptive student and all factors were analyzed accordingly.
The individual school's policies for disciplinary action, infractions of acceptable
behavior, and procedures for reporting disruptive students must be considered prior to
compiling and reporting significant baseline data (Wright & Dusek, 1998).
Identifying antecedents that surround the disruptive behavior will offer critical
support to the discovery of specific patterns in behavior. Antecedents that increase or
decrease disruptive behavior can be determined through assessment procedures that
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reveal a functional relationship (Munk & Repp, 1994). When, where, and the conditions
preceding and following disruptive behavior are key factors in determining behavior
patterns. Accurate interpretations of behavior patterns facilitate the predictability of
future behavior (Kauffinan, Mostert, Trent, and Hallahan, 2002). A change in the
antecedents that occur concurrently with disruptive behavior will likely resolve the
behavior issue altogether. Identifying chains of events is also necessary when analyzing
specific behavior patterns. Relationships among the various behaviors can be determined
upon identification of chains of events, (Kauffinan, et al., 2002). Determining individual
students who will actually perpetuate serious behavior offenses is extremely difficult
(Sprague & Walker, 2000). A more logical approach would be to identify those students
who are most likely to experience serious adjustment problems in school. The referrals
teachers write are the best device for identifying students' maladjusted behavior (Sprague
& Walker, 2000). The SARS procedures can assist a researcher in obtaining this
information from archival data.
Violence related incidents tend to be the most prevalent reasons teachers write
behavior referrals (Sprague & Walker, 2000). Social, environmental, and individual
complexities are often associated with violence. Three contributing factors that lead to
violence are: 1) temporal proximity, 2) situational risk factors, and 3) activating events
(Walker, et. al, 1995). Situational proximity refers to the antecedents that surround
violence. Factors that increase the likelihood that violence will occur are considered
situational risk factors. The triggers that occur prior to the violent act are the activators.
Overt expression· of violence is not characteristic of humans but rather a learned trait.
Early intervention precipitates an effective resolution to violence as it protects the dignity
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of those involved (Sprague & Walker, 2000). According to Walker, et al. (1995) poverty
issues, prejudice and discrimination, unemployment, despair and hopelessness; access to
drugs; alcohol, culture values increase the likelihood that violent behaviors exist (Walker,
et. al, 1995). They further indicated that the knowledge of violent acts is an important
factor to consider when evaluating behavior referrals. For example, a student who acted
out as a result of discrimination should not be categorized with a student who uses a
weapon to perform a violent act. Each student should be disciplined and referred upon
careful analysis of environmental factors that may have led to the disruptive behavior. In
addition, students who experience problems adjusting to transitional change_s may
exercise disruptive behaviors.
A study of behavior referrals can reveal severe problem behaviors and identify
those students who are unresponsive to school-wide interventions. Students who need
specialized academic and behavioral support can also be determined through critical
analyses of behavior patterns (Tobin, et al., 1996). By graphing referral data according to
the types of referrals written, grade level, gender, and number of referrals written for
individual students and for groups of students, staff development can become more
effective. Analyzing data in this nature is not a common practice according to research
(Sprague, et al.). Within some school divisions there may be policies prohibiting critical
comparisons of behavior referral data.
Statement ofHypothesis
My hypothesis was that the school-wide implementation of direct instruction
would have a significant affect on the number of behavior referrals written for the 20012002 as compared to the 2000-2001 year without a direct instruction program.
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Furthermore, my hypothesis was that there would be a significant decrease in the number
ofreferrals written at each grade level upon implementation ofdirect instruction at a
school-wide level.
Method
During the 1998-1999 school year, over 1700 behavior referrals were written in
the rural Virginia community that was the focus ofthis study. The 1999-2000 year
showed a significant decrease in the number ofbehavior referrals written with a total of
approximately 1300 referrals written. Change in administration is probable cause for the
significant decrease from 1700 referrals to 1300 referrals written during the 1999-2000
academic year. Numbers used here were obtained from the secretary ofthe Middle
School. For example, the current principal ofthe middle school set administrative goals
that sought a decrease in the number ofbehavior referrals written by teachers.
Furthermore, the principal (personal communication) ofthe school indicated that he
sought the integration ofa school-wide instructional approach that is research-based and
one that addresses students' behavior through instructional methodology.
Participants
All students' archival records in grades 6 through 8 were evaluated for this study.
The number ofreferrals written during the 2000-2001 year, compared to the number of
referrals written during the 2001-2002 school year supported the effects ofthe school
wide implementation of direct instruction. Only students who received one or more
referrals were considered during data analysis.
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Instruments
The School Archival Record Search (SARS) designed by H. Walker, A Block
Pedego, B. Todis & H. Severson was followed for compiling data for the duration ofthe
research project. SARS includes 11 different variables that encompass demographic
information, ethnicity, achievement and assessment data, grades, referrals information,
and comments made concerning students' characteristics.
Procedure
Validity ofthe study was ensured with computerized data provided by the school.
The coding ofreasons for referrals was systematically followed in accordance with the
school's student handbook and policy manual. Reliability was ensured utilizing the
SARS procedures for collecting student data.
In order to facilitate confidentiality, a coding system was utilized to ensure that no
students' and teachers' names are reported on any analyzed, reported, or written data for
this research project. Computerized data from the school's system was generated to
provide ethnic information, students' identification numbers, the types ofreferrals and
the numbers ofreferrals students received. Verbal permission for completing this study at
the Southside, Virginia middle school was provided by the principal ofthe school. The
collection ofdata occurred in the school facility upon receipt ofapproval from the
Human Subject(s) Review Committee at Longwood College. Data collection considered
gender, grade level, ethnicity, number ofreferrals written for individual students, and the
types of referrals written.
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A confidentiality agreement (Appendix A) was developed upon meeting with the
school's principal to determine specific variables to consider in the study. The agreement
denoted specifics about access to data needed for the study. The confidentiality
agreement required signatures of the researcher and the principal and both parties filed a
copy.
Data Analysis
A paired t-test was used to compare data from the 2000-2001 and the 2001-2002
years for each grade. A t-test was also used to provide scores for all grades combined.
The dependent variable of this study is the behavior patterns exhibited by individual
students. Direct instruction serves as the independent variable. Decisions regarding
eligibility, placement, and service provisions can be made from the information retrieved
from school cumulative and behavioral files using SARS. Students' past school behavior
and academic performance are quantified when using SARS.
There were 11 different variables considered with the SARS program. The
variables include demographics, attendance, achievement test information, school failure,
disciplinary contacts, within school referrals, certification for special education,
placement out of regular classroom, receiving chapter one services, out-of-school
referrals, and negative narrative comments. However, permission was not granted to
obtain specific data from individual students' cumulative files. Therefore, information in
this study is limited to only data that could be computer generated with a query statement.
Achievement test data, negative narrative comments and out-of-school referrals
such as those for private counseling, medical and children's protective services were
unobtainable at the time of the study.
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Results
Subjects
A total ofthree hundred thirty students' archival records in grades 6 through 8
were evaluated for this study. The sixth grade consisted ofone hundred twenty-four
students. Seventy-six students were black; two students were Hispanic; and forty-six
students were white. The seventh grade consisted ofa total ofone hundred eighteen
students. Sixty-one students were black; two students were Hispanic; and fifty-five
students were white. The eighth grade consisted ofeighty-eight students total. There
were forty-eight black students, zero Hispanic students, and forty white students. Total
ethnic distribution for the school equated to one hundred eighty-five students who were
black, one hundred forty-one white students and four students ofthe Hispanic origin.
Data

Results ofthis study are limited in the areas ofachievement and assessment data.
Achievement test information will not be available until this summer nor will post
assessment data for the direct instruction program. Therefore, only behavioral referral
data was compiled beginning the first day ofschool through February 5 ofboth years
compared in the study.
A paired t-test was used to compare behavioral data from the 2000-2001 and
2001-2002 school years. Results from the t-test indicated that there was not a significant
difference in the reduction ofbehavioral referrals for the sixth grade students between the
two school years. The Sixth grade result (p < .399) ofthe 2-tailed test yielded
insignificance. Sixth grade showed a mean average of behavioral referrals of2.34 (SD=
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3.03) during the 2000-2001 school year and 2.73 (SD = 2.05) mean for the 2001-2002
school year.
Table 1, sixth grade
Paire
. d Samo est-test
Mean

SD

t

elf

Sig

n

2000-01 &

3.03

-.852

40

.39

41

-.39

2001-02·

The seventh grade results warranted discussion with a p < .074 score on the 2tailed test. The mean average for the 2000-2001 year was 2.47 (SD = 1.90) and showed a
decrease to 1.75 (SD= 1.96) for the 2001-2002 school year in the seventh grade results.
Table 2, seventh grade
Paire
. d Sam1Dest-test
Mean

SD

t

df

Sig

n

2000-01 &

2.35

1.844

35

.074

36

.72

2001-02

Eighth grade showed a significant difference with a result of (]L< . 00 l). The
mean average of behavioral referrals for the eighth during the 2000-2001 school year was
3.12 (SD= 3.12) with a decrease to 1.30 (SD= 1.30) for the 2001-2002 school year.
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Table 3, eighth grade
Pa.ire
. d S amo. es t-test
Mean

SD

T

df

Sig

n

2000-01 &

2.87

3.644

32

.001

33

1.82

2001-02

The combined mean average for the 2000-2001 school year, was 2.62 (SD= 2.59)
with a decrease to 1.98 (SD= 2.07) for the 2001-2002 school year. The 2-tailed verified
a statistical significance with a (/2_ < .021).
Table 4, combined grades
Pa.ire
. d SamD1es t-test
Mean

SD

T

df

Sig

n

2000-01 &

2.86

2.336

109

.021

110

.64

2001-02

Data from the current school year's behavior patterns indicated that 118 students
out ofa total of330 students have received at least one behavior referral. Fifty-five
(16%) students have received one behavior referral and thirty-one (9%) students have
received two behavior referrals. Only thirty-two students have received three or more
referrals. This means that a little more than 9% ofthe student population at the middle
school account for the majority ofthe disruptive behavior encountered within the school.
This correlates to the study by Sprague & Walker (2000) that revealed 6%-9% ofthe
population account for more than 50% ofthe total discipline referrals written within a
given school
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Compared to last school year there was a significant decrease in the number of

referrals written in the first half of the school year. As of February 5, 2002, only 282
behavior referrals had been written.

Table 5, Distribution of Number of Behavior Referrals Written
2000-2001

2001-2002

144

7th grade

103

128

108

8th grade

129

71

Students Receiving Referral

126

40

401

282

th
16 grade

1

I
I

I Totals

Data in the above table indicates a decrease in the number of referrals written for

the 2001-2002 year in comparison to the 2000-2001 year. Additionally, there is a

significant reduction in the total number of students receiving referrals. The number of
students who have received at least one referral also reduced significantly in the 2001-

2002 school year.
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Discussion
The transition from elementary school to middle school may be a factor (Munk &
Repp, 1994). Another factor for this increase in the mean may be a result of the behavior
management strategies possessed by the teacher or teachers who wrote the referrals on
students (Ohlund & Nelson 2001). Nonetheless, this increase that differs significantly
from the results of seventh and eighth grades warrants further investigation.
Both direct instruction and non-direct instruction classrooms will have students
who are disruptive consistently was hypothesized. The factors influencing the students'
disruptive behavior include teachers who do not possess behavior management skills
necessary for reducing the number of referrals written (Stein, Carnine, & Dixon, 1998).
Further hypothesis predicted that the same students would receive behavior referrals in
both a direct instruction and a non-direct instruction classroom environment. The reason
for this hypothesis was that students' who are being referred may lack the ability to read
efficiently. Critical analysis of the rationale behind the referrals written for each student
would help determine whether the reason for the disruptive behavior was an inability to
read (Munk & Repp, 1994). For example, a student may consistently become disruptive
in language arts rather than math class thus reading may be a direct correlation to the
overt behavior. Upon a critical analysis it was hypothesized that there would be a
significant improvement in the number of referrals written for individual students and
reasonable changes in the reasons students are referred.
Furthermore, it was hypothesized that students who are referred in a direct
instruction classroom would be referred fewer times on average in comparison to those
same students in a non-direct instruction classroom. The 'structure' within a direct
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instruction classroom significantly reduces the number of referrals written was also
hyp othesized
Classroom instructional environments affect student behavior (Walker & Sprague,
1999). Darch, Miller, & Shippen, 1998; Gunter & Reed, 1997) reported that teachers
who implement behavior management systems effectively receive the greatest gains in
disruptive behavior. Academic abilities of students contribute to overt behavior and early
intervention is key to reducing disruptive behavior resulting from a lack of ability
(Walker, Feil & Severson, 1998). School-wide instructional programs as well as
discipline programs are most successful when administrators facilitate communication
among the faculty and staff Ongoing staff development is essential to maintaining high
success rates in student achievement and appropriate student behavior. Reflection, self
evaluation, and modeling serve as efficient tools for meeting students' needs
academically and behaviorally (Darch, Miller, & Shippen, 2001).
Results of this study clearly indicate an overall significant reduction in the
number of behavior referrals written. This significant difference was proven with data
collected from the first day of each school year through February 5 of each year. A
further hyp othesis is a greater reduction in the number of behavioral referrals written will
be evident with an analysis of data from the beginning of school through the last day of
school for each academic year.
Recommendations
A longitudinal study to determine the significance of a reduction in behavior
referrals as a result of the implementation of a direct instruction program is warranted.
Future researchers are encouraged to gain access to individual students' cumulative files
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to complete the SARS profile data completely. In addition, extensive investigation would
reveal whether the types of referrals students receive vary as a result of direct instruction.
Moreover, a study that includes an investigation of teaching styles would strengthen an
analysis of the reasons for behavior referrals that are written.
The significant reduction in the number of behavior referrals written since the
implementation of school-wide direct instruction warrants further research. Future
research would further support the use of direct instruction to decrease the number of
behavior referrals written in addition to academic gains. Analysis of achievement data,
pre and post assessment data, final grades and a teacher rank ordering of students would
validate the effectiveness of the school-wide change in the instructional approach.
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